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Abstract 
The aim of the research is to get a feel of the way diverse children can be included in the same classroom and share the same 
learning agenda. Again, there is a process of, and there are many strategies for creating an inclusive classroom that the author
was not familiar with and he had to learn about because this deficit could potentially handicap him in achieving his aim. Thus,
the paper focuses on effective inclusive teaching strategies. The first part of the paper considers the notion of effective inclusive
pedagogic strategies and the research that has investigated this notion. The second part of the paper considers some of the 
examples of practice of attending to diversity highlighted by a study of the strategies used by some teachers in English primary
school classrooms. The evidence provided here proved useful in helping the author, on the one hand, to understand better ways 
for responding to pupil diversity in classrooms, and on the other hand, it would potentially help practitioners to learn more about
their own classroom practice and think about possible changes.
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1. Defining inclusive education 
Inclusion is a dominant and ‘elusive’ concept used in contemporary discourse about educational responses to 
diversity. Different people give different definitions of what inclusion is, and hence they use it in different ways. 
American scholars, Lipsky and Gartner (1997), for instance, see inclusion as effectively being about a reform of 
special education in order to place and maintain students with disabilities in mainstream schools. But in the UK, the 
recent guidance from Ofsted for inspectors and schools begins to align educational inclusion with social inclusion 
and associates it mainly with improving attendance and reducing the incidence of exclusion (Ofsted, 2000). 
Becoming inclusive, UNESCO’s document: Open File on Inclusive Education (2001) suggests is about a reform that 
supports and welcomes diversity amongst all learners. This paper has to be seen in relation to this broader 
formulation of inclusion; it reflects the author’s perception of response to diversity and it is the one most used in 
recent studies on inclusion (Dyson & Millward, 2000). In the first part of this paper, an attempt is made to link 
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teaching strategies and response to diversity. In the second part, the paper draws on examples of practice of response 
to diversity in primary school classrooms in the Northwest of England to illustrate this discussion. In the last part, 
the paper also discusses the issues that emerged from the examples of practice.  
2. Overview of the literature 
It is argued that regular school teachers committed to attending to diversity in their classrooms must be prepared to 
meet, recognise and understand all sorts of students and classroom situations and act accordingly, irrespective of 
students’ differences (Haug, 2003). This depends not only on teachers being positive about student perceived 
differences and difficulties they experience in learning, but also developing effective pedagogic approaches (Lewis 
& Norwich, 2005). However, it would be helpful to clarify what is meant by the use of the term ‘pedagogy’ before 
moving onto the literature on teaching approaches. Alexander (2004) defines pedagogy as: 
What one needs to know, and the skills one needs to command, in order to make and justify the many 
different kinds of decisions of which teaching is constituted…[including] children, learning, teaching 
and curriculum (P.11) 
In this sense, Sheehy et al., (2009) suggest that: ‘The term ‘pedagogical approaches’ is used to mean, in the broadest 
sense: classroom practices, personnel deployment, organisation, use of resources, classroom environment and 
curriculum, that is, what occurs in classrooms that can be seen to impact on participation and learning’ (P.6-7). What 
is noticeable, then, is that increasingly, authors view pedagogical approaches in much broader terms (Sheehy et al., 
2009). In so doing, they explicitly point out that pedagogy is concerned with any kind of teaching strategy that can 
be used by practitioners to include children in mainstream classrooms regardless if this is perceived as being about 
notions of specialist pedagogy or not. It has also been argued that the notion of specialist pedagogy is itself highly 
problematic, and can act as a barrier to progress towards development of appropriate educational responses to 
diversity (Florian & Rouse, 2001). They argue that whether a child requires educational provision which is 
‘additional to’, or otherwise ‘different from’, that which is made generally for children of his/her age in mainstream 
schools is a matter of judgement of value, which might be different among practitioners across different settings. 
The 1994 Salamanca Statement endorsing inclusion as an important value in special education stated that: ‘ those 
with special educational needs must have access to regular schools which should accommodate them within a child-
centred pedagogy capable of meeting these needs’ (UNESCO,1994: p.viii). Achieving this requires, Florian (2008) 
suggests, new ways of thinking about and responding to individual differences. It seems, therefore, that the emphasis 
should not be on a pedagogy that requires something additional: 
‘a pedagogy which is inclusive is not something additional that is attached to existing pedagogy, but 
that it must develop from sound pedagogy which can become good pedagogy for a more diverse group 
of learners’ (Mittler, 2000) 
Explicitly, good practice in inclusive practice would provide appropriate educational responses to diversity. 
2.1. Classroom pedagogical approaches 
A number of researchers concerned with pedagogy and inclusive education have examined teaching practices and 
methods developed outside and within special education settings and based upon individual learning differences, 
and how that special practices and methods could be transferred to mainstream schools and classrooms in order to 
extend inclusive education. 
       For example, such analysis of the effectiveness of the different approaches and strategies used to teach pupils 
with different types of, and the full range of SEN, is mapped out in Lewis and Norwich’s (2005) and Davis and 
Florian’s (2004) reviews. The reviews found that a strategy that works for most pupils works for all pupils though 
there might be differences in application for various types of difficulties (Lewis & Norwich, 2005). They further 
suggested that teaching strategies might be arranged along a continuum from high to low intensity, rather than being 
arranged according to their association with a particular type of special educational needs. It should be noted here 
that their emphasis is on the use of a general strategy rather than apparently different teaching approaches. This 
focus on the application of a general strategy for teaching diversity is an important one. However, the studies have 
been more or less specific in the community of learners they focus on and their interest in pedagogy (Sheehy et al., 
2009). Consequently, a search for the work of other researchers who have placed emphasis on effective strategies 
for teaching all the children in classrooms was made, which is the focus for this paper. 
Some researchers who place a lot of emphasis on the development of pedagogy that is inclusive of all learners are 
Lani Florian and Martyn Rouse. In particular, they try to understand the extent to which classroom practice in the 
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various subjects of the national curriculum was consistent with that which is promoted as effective by the literature 
on inclusion. They also sought to identify any other strategies that were being used which seemed successful in 
extending inclusive practices and whether or not there might be differences between teachers of various subjects 
(Florian & Rouse, 2001).   Findings from the study suggested that almost all the respondents were familiar with and 
used differentiation; co-operative learning; classroom management and social skills strategies (among others) with 
all pupils. The respondents also commented that they did not differentiate between teaching strategies considering 
whether a pupil had a SEN. This paper specifically focuses on these strategies.
2.1.1. Curriculum planning for the whole class
According to Ainscow (1991), the first way in which teaching affects learning in classrooms is through the 
curriculum.  By curriculum we are referring ‘to the various ways of knowing, understanding, doing, creating, 
investigating and making sense which it is desirable for children to encounter, and how these are most appropriately 
translated and structured for teaching’ (Alexander, 2004: 11). In this sense, the teacher’s first concern has to be with 
planning teaching with the learning of all pupils in mind. Meaning that when presenting a lesson the teacher has to 
offer choices of task to children. Hopkins et al., (1997) reached similar conclusion. In their observations of 
curriculum planning processes used by teachers who seem to be successful in responding to all learners, they 
suggest that usually such teachers ‘develop a range of lesson formats that become their repertoire and from which 
they create arrangements that they judge to be appropriate to a particular purpose’ (p.4). In other words, their lesson 
plans contain differentiated activities from which the children can choose. Differentiation is a process of providing 
children with learning experiences which take due account of their differing abilities, needs and learning styles and 
yet which are guided by a common set of principles and purposes which transcend these differences (Ainscow, 
1997). The works of Dunn et al. (1992) have documented the benefits to student achievement of including 
differentiated activities.  
2.1.2. Co-operative learning strategies  
Johnson and Johnson (1999) conceptualise cooperative learning as the instructional use of small groups in which 
students work together to maximise their own and each other’s learning. Sapon-Shevin, et al. (1994:46) are of the 
opinion that the strategy ‘‘makes sense in inclusive classrooms because it…encourages peer support and 
connection…it is of value for all students’’. Slavin (1995) endorses this view arguing that, without this strategy in 
place, it becomes difficult for the students to help, discuss and argue with each other, and assess each other’s current 
knowledge and fill any gaps in each other’s understanding. The strategies, he continues, have been shown to result 
in higher achievement, little or no psychological harm and less segregation. Bennett and Dunn (1992) describe the 
five attributes which Johnson and Johnson (1999) identify as common to all cooperative learning approaches: 
common task or activity suitable for the group; small group learning; collaborative behaviour; positive 
interdependence; and individual responsibility and accountability. Findings from these have shown that success in 
cooperative groups work can be achieved under the conditions. Briefly, the paper now discusses the five conditions 
of cooperative learning. 
          According to Johnson and Johnson (1999), Positive interdependence implies connectedness between students, 
who see themselves as linked to each other in the group in such a way that one member cannot succeed unless the 
other members of the group also succeed. Teachers must structure this positive interdependence in order to help the 
students to develop what is called the ‘sink or swim together’ feeling in a variety of ways, including assigning 
students to work together in small groups to maximise the learning of all members, to share their knowledge and 
skills, to provide mutual support and celebrate their joint success. Success in positive interdependence is only when 
all members of group understand the above expectations (Johnson and Johnson, 1999). The second condition of 
face-to-face -requires students to obtained skills on how to discuss what they are learning, how to solve the assigned 
tasks as well as providing each other with support and encouragement and, connecting previous experiences with 
new learning (Bennett and Dunn, 1992). According to Vygotsky (1978) learners construct new knowledge and 
understanding from existing knowledge. Existing knowledge constitutes a starting point for the construction of knew 
knowledge, and all new knowledge involves some kind of transfer from earlier experience. John Dewey contends 
that, ‘children’s…. experiences are tremendously valuable resources for education….For education to be meaningful 
to students, their experiences need to be taken seriously and woven integrally into the curriculum’ (Dewey cited in 
Hytten, 2000:460). In doing so, students are held individually responsible for the learning that takes place in the 
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group. In this way, performance of each individual student is assessed and the outcomes are subsequently reported 
to both the individual and the group- which is the third condition. Other conditions are size and composition of the 
group and these are also crucial to its success. Bennett and Dunn (1992) suggest that small-group of 2-6 students 
usually heterogeneous are most effective for developing cooperation.  Then, the last condition is group processing 
skills, this exists when group members assess their cooperative efforts and target improvements.   
2.1.3. Classroom management  
During the review of the literature, it became clear to me that there were large number of studies on classroom 
management, and that it would not be possible to review in depth all studies found. So, the author decided to 
continue with the studies above and classroom management themes within them. The broad range of studies 
identified meant that it would be appropriate to focus on additional significant themes. Not to do so would mean that 
the review was only partially done through the particular themes addressed here.    
      Here one strategy of managing classroom work supported by research is the use of rules and boundaries. Within 
their project schools, Hopkins et al., (1997) noted, improvements in managing pupils effectively hinged on rules. 
They suggest that where rules are clearly set out and faithfully followed, students learn very quickly to function 
within the boundaries established. Establishing effective boundaries, they suggest further requires involving students 
more actively in planning and shaping their own behaviours through participation in the negotiation of limits with 
their teachers, and through exposure to training designed to help them to monitor and evaluates their own behaviour 
more actively. Equally, the best results are, they stressed, obtained through vigilantly reminding students about rules 
and procedure of the school and classroom and monitoring their compliance with them. It is important that all 
teachers are consistent in articulating demands and monitoring compliance, but the most important thing is to make 
sure that students know what to do in the first place. In particular this theme aims to create a bridge between what 
are acceptable behaviours and unacceptable ones (Kurawa, 2008). For example, Kurawa’s (2007) project, which 
focused on strategies for creating more inclusive classrooms, had as one of its findings the need for improvement in 
observing acceptable behaviours in the particular research context. The finding suggests that there is a level of 
bullying behaviour within the school that teachers are unaware of: name-calling (see, Kurawa, 2010). This also 
seemed to be impacting on pupils’ feelings of well-being and self-worth.   
3. Methodology  
The study was carried out in a primary school which the author called St. Arnold in the Northwest of England that 
serves a culturally and linguistically diverse group of children, including those from low income families. In this 
school, children with disabilities and/or other special educational needs are educated in general education 
classrooms alongside their peers. On roll, the school has almost three hundred and sixty (360) pupils, allocated in 
twelve classrooms; with each Key Stage having ninety pupils distributed into three classes. 
3.1. Data collection methods
In this study data was gathered using a variety of sources, including observations, interviews and documentary 
analysis. The study carried out an early analysis of teacher’s lesson plans. These plans were scrutinised, for 
example, to provide evidence of a planned range of lesson formats that become teachers’ repertoire. Also, the 
researcher took the role of observer-as-participant, in which his status as a researcher is known to the participants in 
the first instance. Secondly, it was used as a way of actively, carefully and self-consciously describing and recording 
what the participants do, whilst one is, oneself, part of the action. However, the author was aware that observations 
are unable to capture teachers’ beliefs about their practices. For this reason, interviews were used to capture what 
teachers have to say, is important part of the information for the study. The study aimed to get better understanding 
of how teachers include all children in their lessons. At the beginning of the interview the issue of confidentiality 
was dealt with. The author stated the position of the research on their personalities as participants by explaining that 
their names will not be identified in any way in the research and that unless they are willing to be recorded, which 
they objected. As such, they were asked to choose pseudonyms they would like to use for themselves, which they 
did, it was done in order to build trust and rapport with them and make them feel comfortable. Building rapport 
between the interviewer and the interviewees, according to Glesne and Peshkin (1992) is considered necessary in 
order to generate free, frank and variety of information from the interviews. Most of the interview questions were 
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related to incidents and aspects that the author had observed and considered as important in constructing meanings 
about inclusive classrooms.   
            The analysis was an all-inclusive activity that continues throughout the study. What it means here is that the 
author carried out analysis both during and after completion of data collection.  This involved listening to the tapes, 
transcribing them, reading the transcripts, school documents, and notes from the observations many times, 
highlighting what was considered important from them, and creating a table for ideas that were recurring. After this 
the whole data was read once more with a view to checking for and against the recurring and general themes, as well 
as making commentary on each theme. Again, the author looked through the data selecting good quotations to 
illustrate the themes, and a number of these quotations were chosen to be used in the subsequent examples of 
teachers’ practice. 
4. Looking closely at teachers’ practice 
The paper now provides examples of practice of the three teachers, whose level of teaching experiences varied 
significantly. At the commencement of the study, Mr. Ronan was in his 5th year of teaching. This contrasted with 
Ms Shetton who had been teaching for 8 years. Although, Mrs Gillen had the least years of teaching (2 and half 
years), it is suspected that she had more experience of teaching than Ronan and Shetton, as she had taught elsewhere 
before coming to the school. They all received training from Manchester Metropolitan University (MMU) and 
during the trainings, Shetton specialised in Religious Education [RE] and Maths, Gillen in all subjects and Ronan in 
Behaviour Management and Class Organisation. They were observed and asked their views on the main strategies 
for creating an inclusive classroom.   
4.1.1. Curriculum planning for the whole class:
Being in their classes for some time the researcher was able to observe that the whole process of their teaching 
seemed to include a variety of activities. Teachers reacted positively that there were occasions where: 
‘they (the children) might have to do practical tasks, practising tasks the teacher shows them and when 
they have done that, then they might do some investigations, they might also play some games, and at 
times they do something else with the computers. So when they have got the knowledge base they then 
use that to do more variety of activities.’ (Teacher [Shetton] Interview).
‘Basically when we plan our literacy and numeracy lessons we plan it with all the activities together at 
a time […] you have usually computer activities, you have drama activities, you have something that 
children have to sit and write. You have activities that involve children working as group; you have 
activities that involve visual things for children to see and hear about and activities that involve children 
moving around. So you are making sure that you are doing lots of things, and you will find that most of 
the teachers in the school are doing just that because they themselves would feel bored if the children 
are doing the same thing throughout the day. Making sure the children get a full range of opportunities 
in learning. It is very boring if you are just teaching the same thing time after time, it is much more 
interesting to have a variety of ways to teach.’(Teacher [Ronan] Interview). 
‘During a typical day’s teaching…I think not all children will learn by simply listening and being told, 
so there is that element that they need to know what it is that they are doing, even if it is questioning, so 
you are not telling them but you are asking them to think about it. It is also about being involved in 
writing, doing and trying out something themselves, be it literacy, numeracy or any subject…apart from 
just listening, they are practically doing or writing about it. For example, if it is Maths, they may be 
counting the time, and then questioned to check their ideas with the rest of the class, so we are using all 
these strategies now. These are possible ways in an every lesson, so we do it in every lesson […]’ 
(Teacher [Gillen] Interview).
This seems to suggest that there is expectation that teachers’ lessons can meet not only the varied needs of their 
pupils, but also can match the activities to the level of child’s understanding and preferred way of learning, 
including those with SEN: 
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‘I have two children that have severe learning difficulties, so I make sure they can access the 
curriculum. Although we are doing Year 6 work in the class, the two children are working at Year 3 
level, so making sure that they can actually understand to some extent what to do, what we do and then 
the work that may follow up is relevant to them. So making sure you simplified it to differentiate to a 
degree within which they can do it’ (Teacher [Ronan] Interview).
With this in mind, therefore, pupils in teachers’ classes would become motivated to participate in lessons that take 
account of their diversity.   
4.1.2. Co-operative learning strategies  
The author begins with identifying the class arrangements that teachers used most: 
‘One of the strategies we use, and I think everybody uses it now, is something that you say at a point, 
like stop and discuss with your partner. Some of the children who haven’t got the language skills or 
haven’t got the confidence to talk, I believe they may be helped by their partners where they have got 
the ideas wrong or being out of ideas. So if you paste a question and say: for two minutes, discuss it 
with your partner, and then to stop and report it back to me. It includes them to share their own ideas 
and it gives children again the language skills of listening and focusing on other children […] and that 
encouraged them to support each other as much as possible’ (Teacher [Gillen] Interview). 
‘They [children] all tend to do individual work and they would also probably in some part of the day do 
paired work that happened on the carpet, and whenever that happens I would ask them to do something 
like talk to the partner and discuss the answer between them.  Then, one of them represents them to 
communicate to me and the rest of the class. They also do lots of work where they work together on a 
table and do presentation and get a feedback’ (Teacher [Ronan] Interview). 
It follows from the above that teachers encouraged children with different experiences and stages of development to 
turn to each other for help with all aspects of classroom activity. Even though paired work is only one aspect of 
cooperative learning for including pupils in lessons, in essence, it would be difficult to suggest that pupils in the 
classes would not feel motivated to participate and achieve.   
4.1.3. Classroom management
Shetton seems to hold to a common belief that stopping unacceptable behaviours from affecting the learning of most 
pupils was more likely to work if the learning is accompanied by preventative strategies for managing children: 
‘…I personally don’t tolerate bad behaviour because bad behaviour seduces children and delays the 
learning. So with twenty-seven children, I’m quite firm, cautious, cautioned children and warned them if 
they misbehave, because I won’t allow their behaviours to go down the learning of their peers.’ (Teacher 
[Shetton] Interview). 
‘I think for the first two to three weeks of the term and in the first lessons, the children hear about the class 
rules, I tell them why the rules are X and we talk about them, the ones that should be there, and the ones 
that they think should not be there. Generally, we tend to agree with them and the same rules happen 
throughout the schools.’ (Teacher [Ronan] Interview) 
‘[…] we have our school behaviour policy, which I do know lots of schools have a different policy. This 
school has a specific policy on behaviour management which has rewards and sanctions and has a set of 
examples that the children are aware of, displayed in the corridors. Their uses in the classroom certainly are 
something that the class decided between themselves often guided by that…’ and a time ‘…managing 
behaviour depends obviously on the person you are in the classroom…’ (Teacher [Gillen] Interview)    
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These indicated that teachers in the school share with pupils the responsibility for classroom management. 
Even though there were not any serious discipline problems observed, indeed, their joint efforts in making 
rules will inculcate in pupils a sense of belonging and self discipline. Self-discipline will lead to improved 
pupils’ task engagements, less inappropriate behaviour, smoother transitions between activities, and, perhaps, 
changes in both their academic and behavioural performances (Jones & Jones, 1998).   
5. Conclusions 
As stated at the beginning, the aim of the research was to get a feel of how inclusive classroom works in practice. 
What the study found are pictures of some strategies of teaching which can be described as inclusive. However, this 
all depends on what one understands by ‘inclusion’. Teachers’ commitment to the sorts of strategies discussed can 
all be interpreted in line with the research advice for teachers to use pedagogical approach that can effectively 
include children in mainstream classrooms (Sheehy et al., 2009; Florian & Rouse, 2001). However, an emphasis on 
these strategies could give the false impression that the best way to create an inclusive classroom is to 
mechanistically focus on these strategies. It is an oversimplification to expect that once the techniques are 
uncovered; practitioners, particularly teachers, will adopt and use these techniques in their own teaching. 
Conversely, the study has truly been a learning experience for the author as it has enhanced, in particular, his 
understanding of strategies for creating an inclusive classroom, which can [and cannot] go well in an ordinary 
school depending on the teacher.  It is also hope that by doing this research, will re-direct the attention of 
practitioners to strategies related to creation of an inclusive classroom. 
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